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This study investigates the relationship between 

peer group facilitation and the changes in self-concept, 

interpersonal relations and school interest of secondary 

students in an alternative school. To carry out the study, 

a peer group facilitation program was incorporated into the 

curriculum of an alternative high school. 

The seventy subjects in this investigation attended 

an alternative school located in a suburban county of 

North Texas. The students enrolled in this school were re-

enrolling drop-outs from the public school system. Seventy-

six per cent had dropped out once, twenty-two per cent had 

dropped out twice, and two per cent had dropped out more 

than twice. The student population was ninety-nine per 

cent white and from predominantly middle and upper-middle 

class socioeconomic families. 

The average daily enrollment of the alternative school 

at the time of the study was 101 students. The students 

ranged in age from fifteen to twenty years and were dis-

tributed follows: seven per cent were fifteen years 

old, twenty-eight per cent were sixteen years old, thirty-

four per cent were seventeen years old, twenty-three per 



cent were eighteen years old, six per cent were nineteen 

years old and two per cent were twenty years old. 

A screening committee composed of students and faculty 

screened and selected twelve peer group facilitators from 

the total student population. The selected students were 

trained in communication and coping skills and in group 

dynamics during a total of sixteen sessions over an eight 

week period. After training, these twelve peer group 

facilitators co-led six groups of students for a total of 

fourteen sessions over a seven week period. 

To measure changes in students1 self-concept, inter-

personal relations and school interest, the following 

instruments were used: Tennessee Self-Concept Scale (TSCS), 

Fundamentals of Interpersonal Relations with Others—Be-

havior (FIRO-B), Fundamentals of Interpersonal Relations 

with Others--Feelings (FIRO-F), and the School Interest 

Inventory (SII). Pretest measures were administered to 

peer group facilitators before training and to control 

group members and peer group members before group par-

ticipation. Posttest measures were administered to all 

groups at the conclusion of the study. 

The findings indicated that participants in the pro-

gram showed a significant gain in school interest over non-

participants. Self-concept scores of participants did not 

differ significantly from those of non-participants. 



Differences between participants and non-participants on 

the FIRO-B were not statistically significant. Statistical-

ly significant differences between the two groups were found 

on the Expressed Control and Wanted Affection subscales. 

In addition, the study investigated if, at the end of the 

program, there were any significant differences between 

the twelve selected peer group facilitators and the peer 

group members. Self-concept, interpersonal relations and 

school interest measurements indicated that there were no 

statistically significant differences between these two 

groups. 

The findings support a positive relationship between 

participation in a peer group facilitation program and 

positive attitudes toward school. The research does not 

support the belief that peer group facilitation groups 

foster positive changes in self-concept and interpersonal 

relations. However, the findings of this study lend 

support to continued exploration of peer group facilitation 

to increase the school interest of secondary students in 

the alternative school. 
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CHAPTER I 

INTRODUCTION 

Adolescents need peer and adult acceptance as they 

grow toward emotional maturity (27). However, as adoles-

cents begin to seek personal autonomy outside the family, 

they increasingly turn to the peer group in the search for 

an individual identity (8, 20) because of shared values, 

interests, language systems, and other developmental char-

acteristics (5). Within the peer group, adolescents are 

able to learn social and adjustment skills (3) > try out 

different adult roles (24), explore new identities (17), 

and release resentment toward authority figures (21). 

Participation in a peer group usually requires adoles-

cents to conform to group values. Full acceptance by a 

group may lead an adolescent to adopt group values that 

are in conflict with generally accepted social norms. The 

adolescent who is faced with a conflict between personal 

and group values ultimately risks rejection by the group. 

Either acceptance of anti-social values or rejection by the 

peer group may have a serious negative effect on an adoles-

cent. Often those who are rejected by the group, or are 

members of a group that does not conform to expected social 

behavior, have a record of chronic school absenteeism, aca-

demic failure (l6, 30, 3l> 33) and low self-concept (29). 



These students also tend toward juvenile delinquency, drug 

abuse (12, 13» 1^» 15) » an(3 ultimately to becoming school 

drop-outs. 

The development of the alternative school is one attempt 

by school personnel to provide an opportunity for students 

who have dropped out to re-enter the public school system. 

Alternative schools provide an opportunity for students to 

attend and graduate from high school while they earn an in-

come and gain experience working in the community. Alterna-

tive schools may differ somewhat in curriculum, but they all 

tend to have small populations and flexible schedules which 

permit part-time employment. The alternative schools pro-

vide remedial instruction for areas of academic deficiency 

(l, 22, 26, 32, 18), development of vocational skills, and 

support for seeking and maintaining employment. 

Alternative schools have attracted many students who 

would otherwise be school drop-outs, but the schools gener-

ally have not used the power of the peer group to encourage 

those students to remain in school. The potent force of the 

peer group can be used in an organized and positive way 

through peer groups and peer facilitation programs in the 

schools. Peer group facilitation has been shown to expedite 

the social and emotional growth of students in traditional 

school settings (6, 10, 25) and should be beneficial in 

alternative schools. 
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Statement of the Problem 

Diem of this study is to answer the question 

elationship between peer group facilitation 

changes in self-concept, interpersonal rela-

chool interest of secondary alternative school 

Purposes of the Study 

jdy was designed to determine whether or not 

•articipation and peer group facilitation were 

nanges in self-concept, interpersonal relations, 

nterest in adolescents who attend an alternative 

am, and to provide information related to peer 

tation programs for school counselors in alterna-

programs. 

Definition of Terms 

purposes of this study, the following defini-

sed . 

tive school—a designated site and program de-

-enroll high school students who have dropped 

1 and thus to retain students in a public school 

e more individualized and less structured pro-

alternative school provide an opportunity for 

gain credits necessary for high school gradua-

nts attend school for one-half day and most of 
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the students are enrolled in an on-the-job training program 

the remainder of the day. 

Self-concept--a set of statements which incorporates 

individual perceptions and evaluations of one's self. These 

statements are expressed in attitudes, behaviors, and verbal 

responses to others (9). For this study, self-concept was 

operationally defined as the Total Positive score an indi-

vidual received on the Tennessee Self-Concept Scale. 

Interpersonal relations—the interchanges between an 

individual and others, and the degree to which the individual 

is the originator or recipient of behavior. For this study, 

interpersonal relations were operationally defined as the 

six scores an individual received on the Fundamentals of 

Interpersonal Relations with Others--Behavior (FIRO-B) 

and the six scores an individual received on the Fundamentals 

of Interpersonal Relations with Others—Feelings (FIRO-F). 

School interest — the attitude a student shows toward 

school as an institution and toward school-related situations 

(^). Attitude toward school was operationally defined for 

this study as the score an individual received on the School 

Interest Inventory. 

Peer—students of the same or similar age or grade, 

attending the same school. 

Peer group facilitation--the process of students who 

are trained to lead small group discussions, helping 
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ommunicate more openly abou t p e r s o n a l , i n t e r -

s c h o l a s t i c concerns (2) . 

Hypotheses 

dy t e s t e d the f o l l o w i n g hypo theses . 

e n t s p a r t i c i p a t i n g in t he p e e r g roup f a c i l i t a -

w i l l o b t a i n a s i g n i f i c a n t l y h i g h e r a d j u s t e d 

an n o n - p a r t i c i p a n t s on the T o t a l P o s i t i v e Score 

see S e l f - C o n c e p t S c a l e . 

2 . S t u d e n t s p a r t i c i p a t i n g in t he p e e r group f a o i l i t a -

w i l l o b t a i n a d j u s t e d mean s c o r e s s i g n i f i c a n t l y 

n o n - p a r t i c i p a n t s on the s i x s u b s c a l e s of the 

of I n t e r p e r s o n a l R e l a t i o n s with O t h e r s - -

fcO-B). 

e n t s p a r t i c i p a t i n g in t h e pee r group f a c i l i t a -

w i l l o b t a i n a d j u s t e d mean s c o r e s s i g n i f i c a n t l y 

m n o n - p a r t i c i p a n t s on the s i x s u b s c a l e s of the 

of I n t e r p e r s o n a l R e l a t i o n s with Others — 

RO-F). 

3en t s p a r t i c i p a t i n g in the peer group f a c i l i t a -

w i l l o b t a i n a s i g n i f i c a n t l y lower a d j u s t e d 

nan n o n - p a r t i c i p a n t s on the School I n t e r e s t 

r group f a c i l i t a t o r s w i l l o b t a i n a s i g n i f i c a n t l y 

ted mean score than peer group members on the 

ve Score of the Tennessee S e l f - C o n c e p t S c a l e . 
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6. Peer group facilitators will obtain adjusted mean 

scores significantly different from peer group members on 

the six subscales of the Fundamentals of Interpersonal Rela-

tions with Others--Behavior (FIRO-B). 

7. Peer group facilitators will obtain adjusted mean 

scores significantly different from peer group members on 

the six subscales of the Fundamentals of Interpersonal Rela-

tions with Others—Feelings (FIRO-F). 

8. Peer group facilitators will obtain a significantly 

lower adjusted mean score than peer group members on the 

School Interest Inventory. 

Background and Significance of the Study 

Peer group facilitation is one approach to using peer 

group influence to effect positive emotional and social 

growth in adolescents (5). A unique aspect of peer group 

facilitation is that groups are led by students called peer 

group facilitators, rather than by professional counselors. 

One advantage of using trained students as facilitators is 

that when several students can be trained to lead groups and 

those students can effect at least the same degree of posi-

tive change as the professionally trained personnel, signifi-

cant changes may occur for many more students than could be 

reached by certified guidance personnel alone. 

Peer group facilitation has been effective with adoles-

cents in traditional school settings. Parker (25) found no 
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ifference in measures of self-concept and be-

kn peer-facilitated groups and counselor-led 

ith graders. Murphy (23) found no significant 

in locus of control and time competence between 

ted and counselor-led groups of tenth graders, 

no significant difference in group members 

oup leader effectiveness. Margro (19) found 

lfiigh school girls who participated in peer-led 

ot significantly different from girls in 

groups in coping with social behavior prob-

research seems to indicate that peer group 

may be as effective as professional counselors 

th the social and emotional concerns of adoles-

eer group program. 

up facilitation programs have been used to im-

lf-concept, interpersonal relations, problem 

Is, and school interest of adolescents in the 

Is. Frank, Ferdinand, and Bailey (10) found 

ior high school students who had been trained 

ps achieved significant behavioral gains accord-

er reports. Likewise, Dyer, Vriend, and Murphy 

.at eleventh grade peer group facilitators re-

ive changes in feelings and behavior after 

>:n in a peer group facilitator program. Hamburg 

st (11) found that peer group members of peer 
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groups in grades seven through twelve reported 

ges in academic, social, and personal concerns, 

peer group facilitation programs have been 

have a positive effect on adolescents (6, 10, 

cal analyses and results are often missing 

studies. In addition, a review of the re-

ntes that peer group facilitation as an inter-

edure in the alternative school has yet to be 

S would appear that this program could be used 

e self-concept, interpersonal relations, and 

st of alternative school students. Therefore, 

peer group facilitation as an intervention pro-

3 alternative school is needed to explore this 

viable resource for helping alternative school 

Limitations and Delimitations 

jdy was limited to students enrolled in a public 

ligh school. The students were from a middle 

3dle class, white suburban North Central Texas 

3). 

Basic Assumptions 

jdy assumed that the subjects involved were 

ve of the population of white students enrolled 

ative high school. Further, it was assumed that 

ponded honestly to the instruments used to 
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measure self-concept, attitudes, and interests and that 

these instruments provided valid measures of the character-

istics for which they were used. It was assumed that 

sporadic attendance rates of students enrolled in the alter-

native school and the students' personal circumstances would 

not be differential factors. 
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Group Facilitation as an Extension of 
School Guidance Services 

guidance services to students can be increased 

group facilitation. Fink, Grandjean, Martin, 

(7) studied the effects of a Peer Tutoring 

rvice on student's academic and adjustment 

nior and senior students selected as "peer 

ors" received two hours of training per week 

weeks. The training format emphasized human 

lis, communications skills, group processes, 

skills. Referrals for tutoring and guidance 

administrators, counselors, and teachers, al-

eferral was possible. According to school 

ty-three per cent of the total student body 
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ate the program, questionnaires were devised by 

nel and administrators and were answered by the 

ts who received peer counselor help, and thirty 

rs and sixty students chosen at random. Results 

t "peer tutor-counselors" believed that eighty 

he clients had improved in academic performance 

ty-eight per cent had improved in personal ad-

e faculty believed that sixty-four per cent of 

or-counselors" had an improved overall adjustment, 

ose of a peer group facilitation program de-

ibowitz and Rhoades (16) was to provide services 

umber of students and to provide a referral sys-

chool counseling department. The peer group 

program was developed by the school administra-

y members were asked to nominate peer group 

based on the degree of maturity, emotional 

dability, and general effectiveness of each 

lve high school students were nominated from 

4nts who had been screened in an interview. 

students were trained in listening, responding, 

making during weekly sessions of two and one-

nine weeks. 

of the study indicated peer group facilitators 

fferentiate levels of empathy and understanding 
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not explore use of trained peer facilitators 

ers, or the effect of training on the facili-

oup members. 

(^) also explored the feasibility of using a 

tion program to expand school guidance services, 

nth and twelfth grade peer facilitators were 

rticipate in orientation of new students by dis-

r information and by tutoring. The peer facil-

ing program was divided into three parts over 

time period: vocational information, field 

nd problem solving through brainstorming in 

The peer group facilitators worked in small 

tudents at the elementary and junior high school 

4tl pre-post testing was done because such mea-

emed by the investigators to be inadequate to 

es. Instead, questionnaires were used to evalu-

am. Ratings of the program ranged from excel-

ults of efforts to expand guidance services 

use of peer group facilitators indicate positive 

iersonal adjustment and communication skills of 

traditional schools. The peer group programs 

aluated primarily in terms of questionnaires and 

iwever, and few standardized measures of change 
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r Group Facilitation and Self-Concept 

relationship appears to exist between positive 

and school success (19) » and between high self-

nsistent appropriate social behavior and in-

of control (2, 3, 10, 22, 2^). There are also 

indicate an adolescent's self-concept and 

skills are greatly influenced by the peer 

Only two studies were found, however, which 

the relationship between membership in peer 

groups and the self-concept of adolescents (8, 

gram. Peer 

sible at the 

program, and 

to self repo^ 

have more si 

according to 

were not re po: 

pe 

Ferdinand, and Bailey (8) investigated the rela-

er group facilitation to the self-concept and 

relations of the facilitators. Six junior high 

•its were trained to lead groups over eighteen one 

twice a week. After training, the six peer 

gators co-led three groups composed of twenty-

each. Personal Inventories from Title III ESEA 

ing Handbook (14) were used to evaluate the pro-

group facilitators were found to be more respon-

end of the program than at the beginning of the 

self-concept of participants improved according 

t. Also, peer group facilitators appeared to 

gjjnificant behavior gains than did group members 

teacher reports. Statistical analyses of data 

rted in this study. 
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of the relationship between peer group facili-

e self-concept of teenage drug abusers was 

Samuels and Samuels (20). Their study assumed 

f-concept was directly related to the behavior 

rs. To measure changes in self-concept, 

amuels (20) created the self-concept instru-

ct Myself (AISM) . 

up facilitators and group members came from 

unior and senior high schools; there were 1^4 

members, matched with 144 control group members, 

tudinal scores on the AISM. Peer group facili-

elected by the faculty and were trained one to 

i week for a minimum of two hours per week and a 

lateen to twenty-four hours. The training program 

teaching listening skills, giving feedback, 

communications, and teaching procedures for refer-

to counseling. Peer facilitators were active 

p groups and in running growth groups. 

indicated a significant positive difference in 

between members of the experimental and control 

ignificant difference was found between stu-

.fferent schools. Moreover, students' self-

((jated student participants were more aware of 

ngs and believed the program adequate to deal 

eds. Teacher responses on questionnaires indi-

tial positive changes in behavior of the 

group members. 
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ings of these studies indicate there is improve-

elf-concept of participants in a peer group 

program. Further research in this area seems 

to the limited number of reported studies and 

statistical data. 

Group Facilitation and Interpersonal 
Relations 

up facilitation has been used specifically to 

personal relations among adolescents (l, 12, 

and Sprinthall's (17) investigation of peer 

ation was one of the first systematic attempts 

group facilitators in communication skills, 

students were encouraged to participate in a 

cilitation program offered as a course in the 

ulum. An unspecified number of students from 

s high school and from a black inner city high 

eered for this study (17). Members of the ex-

oup were trained in communication skills once 

.ree hours over twelve weeks. Changes in com-

ills were measured by the Carkhuff Scales of 

ineness, and Immediacy. There was a signifi-

improvement in the communication skills of 

e experimental group. 

tionships between peer group facilitation and 

m solving was investigated by Dyer, Vriend, 

A peer group facilitation program was in-

to the school curriculum as a part of social 

5) 
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eligion classes. Six eleventh graders were 

ad small groups. The training program, based 

is' approach (6) to counseling, was divided 

s: (a) the introduction to the peer group 

program and (b) knowledge of peer facilitation 

ugh reading assignments and tests. The train-

were held twice a week for two quarters, 

eer participants were divided into three groups 

ch group was co-led by two of the six trained 

No statistical outcomes were reported, but 

indicated positive changes in behavior and 

re the relationship between peer group facili-

terpersonal skills, Buck (l) developed a peer 

Ration program. Twelve peer group facilitators 

or training. Criteria for selection included: 

e at a junior or senior high school, (b) en-

psychology or social science course, (c) 

by a teacher and counselor as having high 

ills, positive character traits, and a desire 

s, and (d) achievement of high scores on the 

sonal Relations Rating Scale (l). 

a 

on 

Peer facilitator training consisted of two one-hour 

week for sixteen weeks. The training program 

Into the following five phases: (a) team build-

evelopment of group cohesion, (b) development 
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ing and awareness of self, (c) development of 

e communication skills, (d) feedback proce-

) development of leadership and problem-solving 

facilitators were assigned to groups of five 

ipants for a nine-week period. Group partici-

acher-referred on the basis of number of school 

^uments with teachers, aggressive behavior toward 

ademic failures. Self-referrals were also 

Concept Scale 

solving and c 

less aggress 

skills among 

development j 

interpersona 

the published 

primarily on 

The re 

ences of adol 

by Kaplan (l 

daily for on$ 

of the train 

communicate 

sonal and so 

la 

p participants were pre-post tested using the 

sonal Relations Scale and the Coppersmith Self-

. Participants reported gains in problem-

ommunications skills, and teachers reported 

.ve behaviors and more effective problem-solving 

students. While this study defines personal 

in terms of improvements in self-concept and 

skills, no statistical data are presented in 

report and the findings appear to be based 

self-report. 

tionship between developmental growth experi-

escents and peer group facilitation was studied 

2). Ten students and two adult counselors met 

hour during an entire semester. The purposes 

ing sessions were to develop trust, to learn to 

more effectively, and to become aware of per-

ial values. After the training period, peer 



facilitators 

with People) 

fied through 

peer group fa 

the training 

weeks, using 

findings were 

members indio 

partic ipants 

e ighty-eight 

Hamburg 

facilitati on 

gram in a sec 

students deal 

unteers from 

eighteen, frc 

participated 

committee (th: 

lish teacher) 

tators to les 

facilitati on 

understanding 

topics relevs 

the role of j 

were not give 

to measure cY 

21 

planned and led RAP (Relations and Association 

groups. Members of the RAP groups were identi-

the use of a Personal Problem Checklist. The 

cilitators were pre-tested at the beginning of 

program and were post-tested after eighteen 

the Tennessee Self-Concept Scale. Statistical 

not significant. Responses from peer group 

ated that seventy-nine per cent of the group 

felt more comfortable with themselves, and 

per cent wanted to continue in the program, 

and Varenhorst (9) incorporated peer group 

as part of a comprehensive mental health pro-

ondary school system in an attempt to help 

with stress. One hundred and sixty-two vol-

grades seven through twelve, ages twelve to 

m three junior and three senior high schools 

in an introductory meeting. A supervisory 

ree psychologists, one counselor, and one Eng-

chose an unspecified number of peer facili-

d groups of eight to ten students. The peer 

training program was divided into three parts: 

1 people/interpersonal relations, discussion of 

nt to peer group facilitation, and clarifying 

eer group facilitator. Details of procedures 

n and standardized instruments were not used 

anges. However, the 155 students who finished 
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enerally reported feeling better about them-

ing able to talk more freely with each other. 

(15) studied peer group facilitation and its 

to interpersonal competence, communication 

dent perception of rejection, and positive 

ard school and teachers. Thirty students 

for training as peer group facilitators by 

rs who used unreported selection criteria, 

cilitators were divided into groups of ten 

nd met for training one hour per day for three 

group members were divided into groups of thir-

co-led by peer group facilitators for an un-

gth of time. Training procedures were not 

re changes in behavior and attitudes, a student 

was employed at the beginning and at the end 

m. All peer group facilitators and members 

ificant improvement in assertiveness, feelings 

, and feelings toward school. However, valid-

bility data for this questionnaire were not 

st (23) used peer group facilitation to train 

nior high school students to talk more effec-

ers. Six students were chosen by an unspeci-

on procedure to be peer group facilitators, 

tators were trained in communications skills, 

pe 
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ng and exploring alternatives, and other related 

n weekly meetings over a twelve-week period, 

sed to measure changes and results of the pro-

reported . 

rature related to peer group facilitation and 

relations indicates self-reports of positive 

participation in the program. Lack of use of 

evaluation instruments and statistical compari-

, make evaluation difficult. 

? Group Facilitation and School Interest 

se in students' positive feelings toward school 

pation in peer group facilitation was reported by 

even though school interest was not the major con-

tudy. Only one other study of peer group facili-

(jshool interest was identified. Johnson, Mikel, 

(11) developed a peer group facilitation program 

to reduce violence, vandalism, and racial ten-

gh school. The principal formed a Task Force of 

achers, parents, police, psychologists, and 

The Task Force developed a course, the Peer 

'jrogram, to introduce peer group facilitation to 

oody. The course goals were: (a) understanding 

a law in society, (b) developing communication, 

araction, and group processes, (c) developing 

and acceptance of others' values, (d) providing 

guidance to peers, (e) understanding of leader-

es and the power of peer leadership, (f) 



2k 

discussing student problems in class, and (g) improving 

student attitude toward school. The course was divided 

into four parts: (a) law and areas of personal and social 

concern, (t>) interpersonal communication, group discussion 

and field experience, (c) classroom discussion which focuses 

on student problems, and (d) student-implemented disciplin-

ary action. Students, teachers, administrators, and offi-

cers were asked to nominate students for the Peer Leadership 

Program course. Fifteen to twenty students, including self-

referred students, enrolled in the course. Details of the 

course duration and the procedures used to teach the course 

were not published. 

Changes in attitude toward school were measured by 

Likert's Profile of a School Que stionnaire (POS) and by 

school records. After completion of the course there was a 

twenty-two per cent decrease in physical attacks upon other 

students, twenty-five per cent decrease in vandalism costs, 

five per cent decrease in absences, nine per cent decrease 

in drop-out rate, and a forty-six per cent increase in stu-

dent involvement. The Peer Leadership Program was considered 

to have a positive impact on the school population and on 

school interest. 

Based on this very limited number of studies, peer 

group facilitation appears to have a positive relationship 

to school interest (11, 15)• The lack of data in this area 

makes conclusions tenuous. 



gh 

Peer G 

Few stud 

group facilit 

outs (18) . S 

relationship 

ables of self 

tude, and els 

potential hi 

disturbed, h 

as potential 

reading achie 

ings of beha\ 

selected for 

dents were c 

peer group f^ 

nomination 

by peers. 

The pe e 

experiential 

implemented 

ment. Speci 

Upon comple 

groups for 

of the pre-p 

veloped by 

by Coopersmi 

t:i 

on 

th 

25 

roup Facilitation and School Drop-Outs 

ies have examined the effectiveness of peer 

ation in reducing the number of school drop-

chweishimer and Walberg (21) studied the 

between peer group facilitation and the vari-

-concept, school learning, performance, atti-

ssroom behavior. A total of 101 mainstream, 

school drop-outs and twenty-one emotionally 

.ndicapped high school students were identified 

participants in this study. On the basis of 

vement, number of retentions, and teacher rat-

•ior, fifty-three of these students were 

participation in the program. Sixty-nine stu-

en as members of the control group. Sixteen 

cilitators were selected by sociometric peer 

sed upon degree of empathic responses observed 

hos 

by 

facilitator training program was comprised of 

didactic, and pragmatic components and was 

two trainers from a non-public school environ-

îc procedures for the program were unpublished, 

on of training, peer group facilitators led 

e hour, twice a week, for ten weeks. Results 

l̂ st testing using a 5-point Likert scale de-

e investigators and adapted from instruments 

th, Engel, and Gordon indicated that peer 
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had a positive effect on the self-concept of 

ool drop-outs. 

Summary 

parent that peer group facilitation programs 

orted to be successful in traditional high 

tending guidance programs and in improving 

interpersonal relations, and school interest, 

rth of statistical data and use of standard-

nts to measure changes and the extent of the 

d influence of these programs is largely based 

ts. Moreover, specific areas of potential im-

t begun to be explored and there are no studies 

deal with peer group facilitation in alterna-
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CHAPTER III 

METHODS AND PROCEDURES 

Selection of Subjects 

ects in this investigation attended an alterna-

ocated in a suburban county (^) in North Texas, 

enrolled in the school were re-enrolling drop-

public school system. Seventy-six per cent 

ut once, twenty-two per cent had dropped out 

o per cent had dropped out more than two times, 

population was ninety-nine percent white from 

middle and upper middle class socioeconomic 

age daily enrollment of the alternative school 

average enrollment at the time of this study, 

ird and fourth quarters of the academic year, 

students ranged in age from fifteen to twenty 

following distribution: seven per cent were 

old, twenty-eight per cent were sixteen years 

our per cent were seventeen years old, twenty-

were eighteen years old, six per cent were 

30 

nt 
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ral school administration and the principal 

ative school agreed to support a peer group 

program at the school. The peer group facil-

am was developed and supervised by the inves-

faculty advisor, who is a group specialist, 

xas State University. 

ial phase of the peer group facilitation pro-

ntroduce the program to the alternative school 

faculty workshops were arranged for this pur-

tire faculty, composed of six teachers, a 

d the principal, was included in the invitation 

faculty workshop. The principal, school coun-

ve teachers attended. During this first luncheon 

faculty was introduced to the idea of peer group 

the rationale for using this process, and the 

e used to select potential peer group facili-

dix A). The investigator encouraged questions 

about the program and asked the faculty to think 

e nominees for the peer group facilitation pro-

the criteria discussed (Appendix B). 

g the first faculty workshop, the investigator 

dvisor developed a questionnaire to be used as 

n the selection of peer group facilitators 

Characteristics used in the questionnaire were 
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Samuels and Samuels' Handbook (9): (a) ability 

) ability to communicate caring, (c) desire to 

and (d) ability to cope with problems. 

ection of the Peer Group Facilitators 

The seco 

was attended 

five teachers 

school counse 

itators, two 

Student Facul 

During t 

response on a 

faculty membe 

screening of 

students was 

two faculty v 

students to t 

teen students 

From the 

two student 

tion Committe 

represent the 

mittee and tw 

ing. Thus, t 

comprised of 

nd workshop, held two days after the first one, 

by the principal, school counselor, and the same 

The investigator asked the teachers and the 

lor to nominate students to serve as peer facil-

of whom would serve as representatives on the 

ty Selection Committee. 

he workshop the faculty decided that a positive 

t least two of the five questions by each 

r would be the minimum criteria for the initial 

potential facilitators. A list of eighteen 

formed. The faculty then decided a minimum of 

otes would be required for any of the eighteen 

e nominated as a peer group facilitator. Fif-

were nominated. 

fifteen student nominees, the faculty chose 

epresentatives for the Student Faculty Selec-

e. Two faculty volunteers were requested to 

faculty on the Student Faculty Selection Com-

o faculty members volunteered during the meet-

he Student Faculty Selection Committee was 

two faculty members, two student members 
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ne faculty, and the investigator. The function 

ttee was to select student and faculty nominees 

p facilitators (Appendix C). 

ive days of their selection, the two student 

e Student Faculty Selection Committee were 

the peer group facilitation program by the 

The students were given the opportunity to 

nterest in the program either by making posters 

the program, or by introducing the program to 

attending the co-op classes. The students chose 

rs advertising the introductory meetings of the 

cilitation program to be held during the co-op 

co-op classes were chosen as target classes 

y per cent of the school population attended 

stigator introduced the peer group facilitation 

udent co-op classes and encouraged students to 

ees about the program (Appendix D) . The inves-

cted discussion groups composed of three to five 

1 ninety per cent of the student body had re-

ation about the peer group facilitation program. 

encouraged to ask questions about the program, 

istics and responsibilities of peer group facil-

explored and defined and questions about the 

peer group facilitators were explained during 

n groups. Then during co-op classes, students 
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nominate peer group facilitators by writing the 

r choices in the spaces provided on a student 

(Appendix F) . A student had to be nominated 

wo separate questionnaires in order to be in-

student list. A total of ten nominees was 

the student questionnaires. 

s a total of twenty-five nominees, ten student 

fifteen faculty nominees. Of these, three 

d on both lists. Thus, the Student Faculty 

mittee made the final selection from a list of 

mes. A nominee was required to have three 

acuity and one student vote or two student and 

ote to be nominated for peer group facilitator, 

eening process, there were fifteen nominees for 

cilitator; all ten student nominees and five 

ees were selected. 

ent Faculty Selection Committee contacted these 

ees and asked them to participate in a five 

iew to be held during school time. Fourteen 

nterest in the program and were interviewed and 

out their expectations of the peer group facil-

am. One student decided not to participate 

me and academic pressures. After the interviews, 

acuity Selection Committee met and decided to 

ourteen nominees with a contract, stating the 

d expectations for peer group facilitators, 
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s required and minimum attendance at fourteen 

n sessions (Appendices G and H) . Two course 

offered for completing the training and facili-

r groups. Participants were asked to signify 

ent by signing the contract (Appendix J). Two 

ded not to participate as peer group facili-

e of heavy academic pressures and pending 

Those nominees who were under eighteen years of 

d to gain parental permission to participate in 

(Appendix K). The twelve remaining nominees were 

for pretesting. 

The Stud 

betical listi 

members. The 

facilitator v; 

was numbered 

names were pi 

There we 

Members of th 

these thirty 

invite them 

facilitation 

thirty-five 

sign a contra 

Selection of Peer Group Members 

ent Faculty Selection Committee used an alpha-

3)ng of students from which to select group 

original twenty-two nominees for peer group 

ere omitted from the list. Each student's name 

and those students with odd numbers beside their 

aced on the peer group membership list, 

re thirty-eight potential peer group members, 

e Student Faculty Selection Committee contacted 

eight students either in person or by phone to 

tto a lunch hour meeting to discuss the peer group 

program. Of the thirty-eight students contacted, 

ittended the meeting. The students were asked to 

ct of commitment which stated that each group 
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t of commitment which stated that each group 

ttend a minimum of twelve of the fourteen ses-

group members were told they would earn one 

mpleting the course. Of the thirty-five mem-

nded the meeting, thirty-three agreed to be 

nbers and were asked to meet for pretesting. 

Selection of Control Group Members 

The inve 

the Student F 

English assig 

trol group (A 

participate a 

testing requi 

would be foil 

The Tenn 

(5) to measur 

The clinical 

appropriate t 

The clin 

contains 100 

concept. The 

tant score (5|) 

this study, 

between 315 a 

stigator and the English teacher, a member of 

acuity Selection Committee, presented a special 

nment for the thirty-eight members of the con-

ppendix I). Thirty-three students agreed to 

;nd were informed of the pretesting and post-

rements and that each test administration 

owed by a vocabulary lesson. 

Description of Instruments 

essee Self-Concept Scale was designed by Fitts 

e self-concept and is available in two forms, 

form was used in this study because it is more 

o research (2). 

ical form of the Tenne ssee SeIf-Coneept Scale 

items which measure different aspects of self-

Total Positive Score is the single most impor-

and is used as the measure of self-concept in 

The scores can range from 150-450, with scores 

nd 420 considered optimal. Individuals with 
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s on an alphabetical list of students were 

those names with even numbers were identified 

the control group. Of the thirty-eight 

cted for membership in the control group, 

students agreed to participate in the study, 

s were informed of the pretesting and post-

jjrements and that each test administration 

owed by a vocabulary lesson. 

Description of Instruments 

essee Self-Coneept Scale was designed by Fitts 

e self-concept and is available in two forms, 

form was used in this study because it is more 

o research (2). 

ical form of the Tennessee Self-Coneept Scale 

items which measure different aspects of self-

Total Positive Score is the single most impor-

5) and is used as the measure of self-concept in 

The scores can range from 150-450, with scores 

.nd 420 considered optimal. Individuals with 



high scores g 

self-concept, 

negative self 

aggregate sco: 

identity, self 

ethical self, 

The stan 

636 people of 

retest reliab 

on subscores 

a discriminan 

Haigh Q sort, 

related with 

The content v 

high (5)• 

Possible 

are: "Comple 

false," "Most 

response is d 

feels that an 

about himself 

five minutes 

The Fund 

based on the 

item test whi 

37 

enerally like themselves and have a positive 

while those with low scores tend to have a 

-concept. The Total Positive score yields an 

re with the following components: self-

-satisfaction, behavior, physical self, moral-

personal self, family self, and social self, 

dardization group was a nationwide sample of 

different ages and abilities. The test-

ility for this test is .92, with correlations 

ranging from .70 to .90 (5)« Leake (5) found 

t validity coefficient of -.61 with the Butler 

The Tennessee Self-Concept Scale also cor-

the Taylor Manifest Anxiety Scale (5) at - . 7 0 . 

alidity is reported by Wells and Maxwell to be 

responses on the Tennessee Self-Concept Scale 

tely true," "Mostly true," "Partly true/partly 

ly false," and "Completely false" (8). A 

etermined by the degree to which the individual 

item describes or does not describe feelings 

This instrument takes forty-five to fifty-

to complete. 

amentals of Interpersonal Relations with 

Others—Behavior (FIRO-B) was developed by Schutz and is 

(puttman scales (10). The FIRO-B is a fifty-four 

ch assesses individual behavior toward others. 
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at assumes that three basic interpersonal needs 

control, and affection are sufficient to 

nterpersonal behavior. Each of these three 

er "expressed" or "wanted" behavior. "Expressed" 

nat the individual "directs" (2) toward others 

behavior is the behavior the individual wants 

ut does not express. The scale furnishes six 

ssed Inclusion, Wanted Inclusion, Expressed 

ed Control, Expressed Affection, and Wanted 

ach of the six subscale scores can range from 

with scores between four and six considered 

High scores indicate excessive dependency and 

icate excessive independence. 

rument has a reported test-retest reliability 

The coefficient of internal consistency is re-

producibility" as a more appropriate measure 

insistency (10). The mean reproducibility 

subscales is .9^. 

3 studied the FIRO-B in 1971 (2) to determine 

nstrument measured three or six dimensions. 

areas, inclusion, control, and affection, 

sured. Kramer (l) found a significant cor-

een estimated and actual scores for all sub-

inclusion. Although the instrument has been 

Lege students, it is suitable for administra-

3 nine through sixteen as well as to adults 
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PIRO-B has been extensively used in systematic 

use of its reliability and consistency (2). 

to administer and requires eight to fifteen 

mple te. 

amentals of Interpersonal Relations with 

ngs (FIRO-F) was developed by Schutz and was 

the six Guttman scales (10). The purpose of 

nt is to assess individual feelings toward 

terms control, inclusion, and affection in the 

terpreted as competence, significance, and 

n the FIRO-F (10). Each of the six subscale 

nge from zero to nine , with scores from four 

ered optimal (10). A high score indicates 

iendency and a low score indicates excessive 

-F has the same basic assumptions and method-

lopment as the FIRO-B. Internal consistency 

tjhe reproducibility scores which range from .89 

six scales (10). While the FIRO-F is not used 

the FIRO-B, scattered research indicates that 

almost entirely uncorrelated with background, 

ital status, ethnic group, political leanings, 

ation, mobility, birth order, or size of 

The instrument continues to be recommended 

search because of its consistent support of 

on the FIRO-B. The instrument is simple to 
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administer and requires eight to fifteen minutes to 

complete . 

The School Interest Inventory (SII) , developed by 

Cottle (3), purports to measure attitude toward school and 

to identify potential school drop-outs. The norm group 

was 451 students who were actual and potential drop-outs 

in the Michigan Public School System. The SII differenti-

ated drop-outs from stay-in students at the .01 level of 

significance. The instrument contains 150 true-false items. 

Scores on the instrument can range from zero to ninety. The 

typical drop-out scale is thirty or above and the potential 

drop-out range is twenty to thirty. Scores of zero to nine-

teen are generally obtained by students who are prone to 

stay in school (3)« 

Cottle found that the test-retest reliability for eighth 

grade males was .78, for ninth grade males, .87> for eighth 

grade females at .86, and for ninth grade females at .92. 

Cottle reported that the reliability for all males in seventh 

through ninth grades is .95) for all females is .88. 

The standard error of measurement is 2.5 (3). The instrument 

is simple to administer and requires forty to fifty minutes 

to complete. 

Collection of Data 

The following instruments were administered to the ex-

perimental and control groups and to the peer group facili-

tators: Tennessee Self-Concept Scale (TSCS), Fundamentals 
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of Interpersonal Relations with Others—Feel-

, and School Interest Inventory (SII). Tests 

group facilitations and peer group members 

ered by the investigator in the Music Room of 

ve school which was designed for use by the 

cilitation program. Control group members 

n the classroom where English was taught. 

s were administered in two parts over two days, 

sion was scheduled for only one hour to avoid 

becoming fatigued and distracted. Since the 

-B took one hour to administer, they comprised 

t administration (Part I). The SII and FIRO-F 

hour to administer and comprised the second 

ration (Part II). 

ve peer group facilitators were pretested be-

g peer group facilitation training. They were 

jjfteen weeks later at the end of the peer group 

wo test administration sessions, Part I and 

ive peer group members took the pretest Parts 

the end of the seven week program, twenty-

embers took the posttest Parts I and II. Five 

mbers had dropped out of school before the 

domple ted. 
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hree control group members were given the pre-

I and II, by the English teacher (Appendix I), 

ng, these students were given a vocabulary 

words used in the TSCS, FIRO-B, FIRO-F, and 

f an English unit. After the testing and vo-

on were completed, the control group members 

work assigned to them on their individual 

r the seven week period of the peer group 

y worked in small groups and individually 

rvised by the English teacher, a member of 

acuity Selection Committee. Thirty control 

were posttested because three dropped out of 

the program had been completed. Following 

ations of the posttest, Parts I and II, a vo-

gnment was given on the words used in the TSCS, 

F, and SII, and the assignment was treated as 

nglish unit. 

Training the Peer Group Facilitators 

group facilitation program was implemented by 

tor and a North Texas State University faculty 

s a group specialist. Peer group facilitator 

ses met for one hour twice a week for eight 

1 of sixteen sessions. Peer group facilitators 

roup leadership skills through the process of 

teraction. Five meetings were led by the 
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le remaining eleven meetings were led by the 

supervised by the advisor. Areas of focus 

aining were trust, self-understanding, under-

thers, communications skills such as listening 

g, and group leadership skills. The Training 

Peer Group Facilitation is included in Appen-

ning materials were selected in part from 

amuels' Handbook (9) because of the systematic 

ructured format which is appropriate for a high 

acilitation program, and from Myrick and Erney's 

because of the wide variety of exercises appro-

training of peer group facilitators. These 

o offer guidelines for initiating a peer group 

program, specific recommendations for presenta-

rogram to the faculty, and procedures for involv-

nd staff in the program. 

nd of the peer group facilitator training pro-

lve peer group facilitators were assigned to 

co-leaders at the discretion of the University 

or and the investigator. The facilitators were 

act their group members to inform them of the 

of the first meeting. 

roup Facilitators Gonducting Peer Groups 

eginning of the group experience, the thirty-

oup members were divided into six groups: 
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of school, le 

seven, five, 

Feedback 

after each gr 

group meeting 

included how 

deal with mem 

ix, five, five, and four group members. The 

members to groups was decided by the investi-

ne supervision of the university faculty ad-

riterion for group placement was to create a 

en males and females and personality types, 

t twice a week in hour sessions for seven 

peer group sessions were held in the morning 

e afternoon sessions. 

ral format for each group session included the 

ts: (a) a review of concerns carried over from 

session, (b) introduction of the skill lesson 

(c) explanation of the homework for the next 

(d) allotment of time for making entries in the 

mary topics covered in the group sessions were: 

nt of understanding and awareness of self, (b) 

f more effective communication skills, (c) 

f problem-solving and coping skills, and (d) 

and the development of group cohesion. By the 

venth week, five group members had dropped out 

aving twenty-eight members of six groups: 

four, four, four, four. 

sessions were held for group facilitators 

oup session to help them prepare for the next 

Topics discussed during feedback sessions 

to involve all peer group members in discussion, 

bers who monopolize the discussion, deal with 
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The group also used this time to share 

jid to explore ways of helping peer group mem-

members who had dropped from their group. th 
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Procedures for Analysis of Data 

ts used in the pre- and posttesting were hand-

se scores were submitted to the North Texas 

ty Computer Center for statistical analysis. 

on the four dependent variables were used in 

s, one-way analysis of variance to test for 

ences between the two groups. 

:heses were tested using the analysis of covar-

group one-way analysis of covariance was used 

gnificance of the differences between the two 

tretest scores served as the covariate, while 

rpean scores were the criterion measures. The 

ignificance was used to test the hypotheses. 
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CHAPTER IV 

ANALYSIS OF RESULTS AND DISCUSSION 

pter presents and discusses the results of the 

and examines each of the hypotheses tested in 

scores were used in a fixed effects one-way 

ariance to test for initial differences between 

s. There were no significant differences 

roups. Analysis of covariance fixed-effects 

lized to test the hypotheses with the pretest 

covariate measures. Comparisons were made 

cipants and non-participants and between peer 

ators and peer group members. The .05 level 

ce was used to test the hypotheses. 

tated in Hypothesis I that students participat-

or group facilitation program would obtain a 

higher adjusted mean score than non-

on the Total Positive Score of the Tennessee 

Scale . 

s, standard deviations, F ratios, and values 

the Tenne ssee Self-Concept Scale for partici-

-participants are presented in Table I. 
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Subscale 

I Participants | Non-participants 
N-40 N-30 

Mean SD Mean SD F Ratio 

Total Pre 
Positive 
Score Pos 

Ad j 

322.60 

319.28 

323.47 

38.34 

29.72 

316.53 

322.10 

315-37 

27.29 

29.06 

1.55 .22 

The F va 

therefore, Hy 

It was s 

pating in the 

adjusted mean 

participants 

Interpersonal 

The mean 

obtained for 

participants 

The F va 

were both sig; 

the remaining 

level of sign 

evidence, Hyp 

lue was not significant at the .05 level and, 

pothesis I was rejected. 

tated in Hypothesis II that students partici-

peer group facilitation program would obtain 

scores significantly different from non-

on the six subscales of the Fundamentals of 

Relations with Others—Behavior (FIRO-B). 

s, standard deviations, F ratios and jd values 

the FIRO-B for participants and non-

are presented in Table II. 

lues on Expressed Control and Wanted Affection 

nificant at the .04 level. However, values of 

four subscales did not meet the designated 

ificance. Therefore, based on inconsistent 

othesis II was rejected. 
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WITH OTHERS—BEHAVIOR 

Subscale 

Participants 
N-40 

Mean SD 

Non-participants 
N-30 

Mean SD 

j 

F Ratio J p 

Pre 
Expressed 
Inclusion Po; 

Ad 

3 

3 t 

] • 

2.65 

2.35 

2.72 

1.19 

1.10 

2 . 6 7 

2.93 

2.57 

1—1 
0
 

• 
• 

1—1 
1—1 

i — 
j 

i 1 

.27 .61 

Pr< 

Wanted p 

Inclusion 

AdJ 

3 ! . 7 0 
1 

;t | .26 

1. ! .75 

1.70 

.88 

• ̂ 7 

.40 : 

.40 

• 78 

.86 

j 1 

1 

1.76 . 1 9 

Pre 

Expressed ^ 
Control P 0 ! 

Ad. 

3 1 5.io 

st 5-72 

]. | 5.18 

2 . 9 6 

2.54 

6.33 

6.00 j 

6.22 

2.44 

2.73 
i 

4.42 .04 

Pre 

Wanted p 

Control °£ 

Ad. 

3 1 6 . 8 5 

't 7-75 

i. j 6.79 

2.30 

1.53 

7 . 0 0 

7 . 1 0 

7.08 

2.08 
j 
1.58 j 

.29 .60 

Pre 

Expressed p 

Affection ^0£ 

Ad, 

! 1-93 

!t ! 1 . 3 5 

j. ; 2.00 

2.30 

1.53 

1 . 6 7 | I . 5 2 

1 . 6 7 1 . 5 6 
i 

1.57 i .89 .35 

Pre 

Wanted p 

Affection °£ 

Ad^ 

i 1.38 

It .50 

i. ; 1.39 j 

2.11 

•78 

i 

.60 j 1.04 

. 5 3 j . 9 7 

.58 j 4.54 .04 



5 0 

It was stated in Hypothesis III that students partici-

pating in the peer group facilitation program would obtain 

adjusted mean scores significantly different from non-

participants on the six subscales of the Fundamentals of 

Interpersonal Relations with Others--Feelings (FIRO F) . 

The means, standard deviations, F ratios and jo values 

obtained for the FIRO-F by participants and non-participants 

are presented in Table III. 

TABLE III 

MEANS, STANDARD DEVIATIONS, F RATIOS, AND £ VALUES 
FOR PARTICIPANTS AND N ON-PARTICIPANTS ON THE 

FUNDAMENTALS OF INTERPERSONAL RELATIONS 
WITH OTHERS—FEELINGS 

Participants 
N - 4 0 

Non-participants 
N - 3 0 

Subscale Mean SD Mean SD F Ratio ' p 

Pre 3 . 9 0 2 . 0 9 3 . 0 3 2 . 1 4 

Expressed 
Inclusion 

Post 4 . 0 8 2 . 1 4 3 . 6 7 2 . 3 4 
i 

Ad .1. 3 . 8 0 3.16 2.33 1.13 

Pre 4 . 9 0 2 . 6l 4 . 0 7 2 . 5 3 

Wanted 
Inclusion 

Post 4 . 9 0 2 . 3 4 4 . 0 3 2 . 2 2 
; 

Ad.i. 4 . 6 5 4 . 4 0 .24 !.63 

Pre 2.60 

1—
1 

1—
1 

C
\] : 2.37 2 . 2 2 

Expressed 
Control 

Post 2 . 3 8 1.79 3.07 i 2 . 1 8 

Ac.i. 2 . 7 5 2.16 1.58 .21 

Pre 4 . 1 8 2.36 3.45 

1—
1 

1—
1 • 

C
\] 

Wanted 
Control 

Post 4 . 0 0 2.29 3.80 2 . 1 4 

Ad.i. 4 . 1 3 3 . 5 ? 1 . 6 7 I . 2 0 
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TABLE Ill—Continued 

; Participants Non-participants 
I N-40 N-30 

Subscale Mean 

Pre 

Expressed p 
Affection 

Ad 

Wanted 
Affection 

Pr 

Po 

Ad 

; 3.03 

t : 3-28 
j 

; 3-01 

3 : ^.35 

31 | 4.85 

.1. ; 4.29 

SD 

1.90 

1.93 

2.45 

2.39 

Mean 

2.20 

3.06 

2.22 

4.10 

4.60 

4.18 

SD 

1.91 

2.07 

2.38 

2.03 

F Ratio P 

2.96 .09 

.05 I .82 

Particip; 

from those of 

Hypothesis II 

It was s 

peer group fa 

lower ad juste 

School Intere 

The mean 

obtained are 

Partic ip 

mean scores t 

IV was suppor 

'pnts scores were not significantly different 

the non-participants and, therefore, 

I was rejected. 

tated in Hypothesis IV that participants in the 

ilitation program would obtain a significantly 

d mean score than non-participants on the 

st Inventory (SII). 

s, standard deviations, F ratios and jd values 

presented in Table IV. 

ants did obtain significantly lower adjusted 

han non-participants on the SII, and Hypothesis 

ted. 
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TABLE IV 

.NDARD DEVIATIONS, F RATIOS, AND £ VALUES 
IICIPANTS AND NON-PARTICIPANTS ON THE 
SCHOOL INTEREST INVENTORY 

1 

! Pa rticipants 
r— ' 1 

Non-participants 
j 

N-1+0 1 N-30 

; Me an SD | Mean SD F Ratio P 

Pre 28 • 90 7.68 37.00 8.08 

Post 1 30 .03 8.08 ! 32.50 7.42 

Ad j. ! 29 .60 36.07 20.25 .01 
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It was s 

tators would 

soore than pe 

of the Tennes 

tated in Hypothesis V that peer group facili-

obtain a significantly higher adjusted mean 

er group members on the Total Positive Score 

see Self-Coneept Scale. 

The mean 

peer group fa 

Positive Scor 

sented in Tab 

MEANS, STA 
FOR PEER 

s, standard deviations, F ratio, and £ value for 

cilitators and peer group members on the Total 

e of the Tenne ssee Self-Concept Scale are pre-

le V. 

TABLE V 

NDARD DEVIATIONS, F RATIOS AND £ VALUES 
GROUP FACILITATORS AND MEMBERS ON THE 
TENNESSEE SELF-CONCEPT SCALE 

Peer Group 
Facilitators 
N-12 

Peer Group 
Members 
N-28 

Mean SD Mean SD F Ratio | p 

Positive 
P Score 

Pi 

Pc 

Ad 

e 33^.00 

st 332.17 

.1 • 321.^6 

3^.86 317-71 39.32 

28.9^ 313.75 28.80 

323.09 , .03 i .86 
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ficant difference was found in scores between 

and Hypothesis V was rejected. 

tated in Hypothesis VI that peer group facili-

obtain adjusted mean scores significantly 

m peer group members on the six subscales of 

als of Interpersonal Relations with Others— 

0-B) . 

s, standard deviations, F ratios and jd values 

obtained on the FIRO-B for peer group facilitators and peer 

group members 

MEANS, STANDARD DEVIATIONS, F RATIOS, AND £ VALUES 
FOR PEER GROUP FACILITATORS AND MEMBERS ON THE 

FUNDAMENTALS OF INTERPERSONAL RELATIONS 

are presented in Table VI. 

TABLE VI 

WITH OTHERS—BEHAVIOR 

Peer Group 
Facilitators 
N-12 

Peer Group 
Members 
N-28 

Subscale Mean SD Mean SD F Ratio 

Expressed 
Indus ion 

re 

ost 

2.58 

2.33 

2-59 

.79 

1.0? 

2.68 

2.36 

2.68 

1.33 

1.13 

JLQI 

Wanted 
Indus ion 

re 

os t 

.75 

.17 

.91 

1.14 

• 39 

.68 

.32 

.61 

1.91 

1.02 

-^51 .46 

Expressed 
Control 

re 

ost 

d j . 

5-58 

5.4 2 

5-83 

3.18 

3.20 

4.89 

5.86 

2.92 

2.26 

1.81 .19 
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TABLE VI—Continued 

Peer Group 
Facilitators 
N-12 

Subscale Mean SD 

Peer Group 
Members 
N-28 

Mean SD F Ratio 

Wanted 
Control 

Pr 

Po 

Ad 1 

7.00 

8.00 

6.97 

2.34 ; 6.79 j 2.33 
; i 

1.04 I 7.64 1.70 

! 6.80 .04 .84 

Pr 

Expressed p 

Affeoti on 

Ad 

e 

st 

Is. 

1.75 

1.00 

1.97 

2.14 

1.54 

: 2.00 

I 1.50 

; 1.90 

2.40 

1.53 

.01 •31 

Wanted 
Affection 

Pr 

Po 

Ad 

e 

f=' t 

L 

.83 

.50 

-.81-

1.34 

.80 

1.6l | 2.35 

.50 

1.61 ! 

• 79 

1.70 .20 

The re we 

between the s 

group members 

It was s 

tators would 

different fro 

the Fundament 

re no statistically significant differences 

cores of the peer group facilitators and peer 

, and Hypothesis VI was rejected. 

tated in Hypothesis VII that peer group facili-

obtain adjusted mean scores significantly 

m peer group members on the six subscales of 

als of Interpersonal Relations with Others— 

Feelings (FIR 

The mean 

obtained on t 

group members 

0-F) . 

s, standard deviations, F ratios, and jo values 

he FIRO-F for peer group facilitators and peer 

are presented in Table VII. 
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WITH OTHERS--FEELINGS 

Peer Group 
Facilitators 
N - 1 2 

• Peer Group 
Members 
N - 2 8 

Subscale Mean SD Mean SD ; F Ratio P 

Pr e 4 . 2 5 i 1 . 9 6 3 . 7 5 2.15 

Expressed 
Inclusion 

Po st 5 . 0 0 i 
1 

2 . 5 6 3 . 6 9 1.85 

Ad •i • 3 . 7 0 3 . 9 8 . 2 0 . 6 6 

Pr e ! 5 - 1 7 
1 I 

2 . 2 1 4 . 7 9 2.79 

Wanted 
Inclusion 

Po S t ! 5 . 4 2 
1 

2 . 3 1 4 . 6 8 2.36 

Ad «i • 4 . 8 2 ! 4 . 9 3 i . 0 2 . 8 8 

Pr e 2 . 8 3 2 . 3 3 2 . 5 0 2.05 

Expressed 
Control 

Po s t 2 . 8 3 1 . 9 0 2 . 1 8 1.74 

Ad ,1- 2 . 5 7 2 . 6 1 . 0 0 . 9 4 

Pr e 4 . 6 7 1 . 5 6 3 - 9 6 2.63 

Wanted 
Control 

Po s t ; 5 . 2 5 1 . 9 6 3 . 4 6 2.23 

Ad t1- i 3 - 7 7 4 . 3 5 .76 . 4 0 

Pr e 3 - 6 7 1 . 4 8 2 . 7 5 2 . 0 1 

Expressed 
Affection 

Po s t i 4 . 5 8 1 . 9 3 
1 

2.71 1 . 6 7 

Ad .1 • j 3 . 1 9 
i 

2 . 9 5 . 1 1 •73 

Pr e 4 . 5 0 2 . 2 3 4 . 2 9 2 . 5 8 

Wanted 
Affect!on 

Po st 5.25 2 . 1 8 4.69 2 . 5 0 

Ad ,1- : . 4 . 2 7 
j 

• 00
 

; . 0 2 . 8 8 



Hy 

There we 

scores, and 

It was s 

tators would 

than peer gro 

(SII). 

The mean 

obtained on t' 

group members 

MEANS, 
FOR 

56 

re no significant differences between the 

pothesis VII was rejected. 

tated in Hypothesis VIII that peer group facili-

obtain a significantly lower adjusted mean score 

up members on the School Interest Inventory 

s, standard deviations, F ratios and £ values 

le SII for peer group facilitators and peer 

are presented in Table VIII. 

TABLE VIII 

STANDARD DEVIATIONS, F RATIOS, AND £ VALUES 
[PEER GROUP FACILITATORS AND MEMBERS ON THE 

SCHOOL INTEREST INVENTORY 

Peer Group 
Facilitators 
N-12 

Peer Group 
Members 
N-28 

Mean SD Mean SD F Ratio P 

Pre 28.92 9.20 28.89 ; 7-11 

Post 28.83 9.09 30.5^ j 8.10 

Ad j. 29.68 28.57 : .32 

00 

On th e S 

and peer grou 

each other, a 

The resu 

pants in the 

II, the scores of the peer group facilitators 

p members were not significantly different from 

nd , therefore, Hypothesis VIII was rejected. 

Discu ssi on 

Its of the present study showed that partici-

peer group facilitation program demonstrated a 
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significantly greater interest in school than did non-

participants. This evidence lends support to the Lackey 

(5) and Johnson e_fc al. (^) findings that an increase in 

school interest followed participation in peer group 

facilitation programs. It appears, as Johnson e_t al. (^) 

have stated, that having a systematic opportunity to par-

ticipate in a school activity leads to greater interest in 

school. An increase in school interest would seem to justify 

the use of peer group facilitation in alternative schools. 

In the current study, no difference was found between 

the self-concept scores of participants and non-participants 

in the peer group facilitation program (Table I). The study 

also showed that self-concept scores of peer group facili-

tators did not differ significantly from those of peer group 

members (Table V). These findings do not support earlier 

studies (7, 3) that found self-reported differences between 

the self-concept scores of participants and non-participants 

in peer facilitated groups. These findings also seem to be 

in disagreement with those of Dyer ejt al. (2) who found that 

peer group facilitators felt they had made positive changes 

in feelings and behaviors. However, the Dyer ejb al. study 

(2) only published self-report data and did not provide 
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statistical analysis. The seeming discrepancy between the 

findings of this study and other related studies may be due 

to the fact that standardized scores were not reported in 

previous studies and therefore the findings are not comparable 

In the present study, there were no significant differ-

ences between participant and non-participant scores on 

interpersonal feelings (Table III) and interpersonal behav-

iors toward others (Table II). Neither were significant 

differences found between peer group members' and facilita-

tors' scores on interpersonal behavior (Table VI) and inter-

personal feelings toward others (Table VII). These findings 

seem to be in opposition to the Johnson <et al. study (^) 

that a significant improvement in feelings toward others 

occurred after participating in a peer facilitated group. 

These findings also appear to be inconsistent with the self-

and teacher-reported findings of the Frank e_t al. (3) and 

Dyer _e_t al. studies (2) that peer group facilitators mani-

fested more positive behavior changes than did peer group 

members. As has already been mentioned, unreported statisti-

cal findings make comparisons of the results tenuous. 

In general, the literature contains self- and observer-

reports of positive changes but does not provide statistical 

data related to measured changes in self-concept after par-

ticipating in peer group facilitation programs. The lack of 

reported statistical findings may indicate that even though 

participants reported feeling better about themselves, 
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not sufficient to bring about measurable or 

significant differences in self-concept after 

atment period. Another factor to be considered 

ion of the current study. Previous studies of 

cilitation have not addressed themselves to 

ternative school students who have already 

ailure in the school environment. The differ-

lations make it difficult to compare findings, 

it was observed that of the 101 students en-

alternative school at the beginning of the peer 

ation program, seventy per cent were involved in 

chool attendance rates for participants in peer 

ation increased from seventy-three per cent in 

rter to seventy-five per cent cumulative to the 

ar, and attendance rates for non-participants 

m sixty-three per cent in the third quarter to 

er cent cumulative to the end of the year. Over-

tendance rates increased from fifty-seven per 

hird quarter to sixty-five per cent cumulative 

the year. 

lso be noted that of the final fifteen students 

peer group facilitators, all ten of the student 

only five of the faculty nominees were chosen, 

ciometric devices for nomination of peer group 

by peers has been used in other studies (3, 5> 

study tends to support the use of student 
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svices as adequate for selection of peer group 

ralizability of the findings of the current 

ited by an inadequacy in the research design, 

ontrol for trainer effect during the training 

facilitation and during the control group pro-

effort to provide some control for trainer 

er, was the adherence to an accepted model for 

ilitation training (6, 9)' 

ry, the findings of this research support the 

ool interest and do not support the changes in 

and interpersonal relations reported by par-

teachers in other studies. One explanation 

ence of a significant change in school interest 

terpersonal relations and self-concept may be 

3 fact that school interest is more specifi-

onal, and more likely to be affected by imme-

1 factors, and, thus, is more susceptible to 

horter period of time. The constructs of 

relations and self-concept tend to be more 

nsistent (6) and appear to be less easily 

xternal factors such as participation in peer 

roups. 
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SUMMARY, FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS 
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Summary 

ose of this study was to examine participation 

tation of peer groups in relation to changes 

oncept, interpersonal relations, and school 

3olescents attending an alternative school. A 

3 was to provide information on peer group 

for school counselors in an alternative school 

participating in this study were twelve peer 

ators, an experimental group of twenty-eight 

a control group of thirty students, who were 

ted from the total enrollment of an alterna-

The student population of the school was 

er cent white from predominantly middle and 

class socioeconomic families. 

ram for training peer group facilitators con-

teen one-hour training sessions, twice a week 

ks. The training program was conducted by the 

and an advisor using materials especially 

frese sessions. The program focused on develop-

lf-understanding, understanding of others, 

skills, and group leadership skills. At the 
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training sessions, six peer facilitated groups 

ven peer group members were co-led by the peer 

ators, twice a week for a period of seven 

nvestigator conducted feedback sessions for 

ilitators after each peer-facilitated group 

used to assess the results of this study were 

Self-Concept Scale (TSCS), the Fundamentals 

rial Relations with Others—Behavior (FIRO-B) , 

the Fundament als of Interpersonal Relati ons with Others — 

Feelings (FIR 

A pre-po 

Pretest score 

a fixed effec 

initial diffe 

tested using 

s ignificance 

ments used in 

submitted to 

University fo: 

It was p 

ticipating in 

obtain a sign 

participants 

ratio used to 

level of sign 

0-F) , and the School Interest Inventory (SII). 

st test experimental design was employed, 

s on the four dependent variables were used in 

ts one-way analysis of variance to test for 

rences in the groups. The hypotheses were 

the analysis of covariance. The .05 level of 

was used to test the hypotheses. The instru-

pre- and posttesting were hand-scored and 

the Data Processing Center, North Texas State 

<r statistical analysis. 

redicted in Hypothesis I that students par-

the peer group facilitation program would 

ificantly higher adjusted mean score than non-

on the Tennessee Self-Concept Scale• The F 

test this hypothesis did not reach the .05 

ificance; therefore, Hypothesis I was rejected, 
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It was predicted in Hypothesis II that students par-

ticipating in the peer group facilitation program would 

obtain adjusted mean scores significantly different from 

non-participants on the six subscales of the Fundamentals 

of Interpersonal Relations with Others—Behavior. The F 

ratio computed to test this hypothesis reached the .04 

level of significance on Expressed Control and Wanted Affec-

tion. However, since four subscale scores were not sig-

nificant, Hypothesis II was rejected. 

It was predicted in Hypothesis III that students par-

ticipating in the peer group facilitation program would 

obtain adjusted mean scores significantly different from 

non-participants on the six scores of the Fundamentals of 

Interpersonal Relati ons with Others—Feelings. The F ratio 

computed to test this hypothesis did not reach the .05 

level of significance; therefore, Hypothesis III was 

re jected . 

It was predicted in Hypothesis IV that students par-

ticipating in the peer group facilitation program would 

obtain a significantly lower adjusted mean score on the 

School Interest Inventory than non-participants. The F 

ratio computed to test this hypothesis reached the .01 

level of significance; therefore, Hypothesis IV was 

supported. 

It was predicted in Hypothesis V that peer group 

facilitators would achieve a significantly higher adjusted 
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e F ratio computed to test this hypothesis did 

.05 level of significance; therefore, 

was rejected. 

redicted in Hypothesis VII that peer group 

would obtain adjusted mean scores significantly 

m peer group members on the six subscales of 

als of Interpersonal Relations with Others— 

e F ratio computed to test this hypothesis did 

.05 level of significance; therefore, Hypoth-

re jected. 

redicted in Hypothesis VIII that peer group 

would obtain a significantly lower adjusted 

an peer group members on the School Interest 

'he F ratio computed to test the hypothesis 

the .05 level of significance; therefore, 

II was rejected. 
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Findings 

ants who participated in the peer group facili-

,:n had a greater interest in school than 

nts. 

snts who participated in the peer group facili-

a did not experience changes in self-concept, 

behavior, or interpersonal feelings signifi-

ent from non-participants. 

group facilitators and peer group members 

imilar changes in self-concept, interpersonal 

erpersonal feelings, and school interest. 

Conclus ions 

y students in an alternative school can experi-

school interest. Changes in school attendance 

onal behaviors through participation in a peer 

ation program appear to merit further 

Recommendations 

er group facilitation program should be em-

umber of alternative schools in order to 

eneral validity of the procedure for this 

1 environment. 

selors should be trained to be consultants and 

for peer group facilitation as part of their 

ional program. 
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group facilitators should participate in an 

•t group during the time they are peer group 

mts should receive training in leadership 

of their total educational experience. 
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First Luncheon Workshop 

to the Peer Group Facilitation Program at a 

ng 

Your principal has granted me this opportunity 

the Peer Group Facilitation Program to you and 

questions you may have. 

purpose of this program is to provide students 

;e to help their peers by sharing mutual con-

ow that adolescents look to their peers for 

3 that they learn about the world in part 

interaction. However, peer interaction can be 

egative depending on the values of the peer 

Peer Group Facilitation Program trains peer 

ators to lead peers toward more constructive 

coping skills. The peer group facilitator 

ective communication, acceptance of others, 

e of self. However, training is needed to help 

p facilitator lead others to more constructive 

behaviors. Peer group facilitators are trained 

nd refer students to other resources when help 

ond their level of expertise. 

up facilitators may also be instrumental in 

the concerns at this school like poor school 

ack of school interest, and lack of school in-

ause it offers the student a chance to "let off 

eers and to learn more effective ways of coping 
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frustrations and poor student-teacher rela-

IUS, the Peer Group Facilitation Program may 

tensions in the classroom and in the school as 

nominees u s m 

the composite 

place. 

The sele 

should be don 

from the facu 

sentatives fr 

faculty membe 

sentatives fc 

would like tc 

know at the e 

The Stud 

functions: 

from the com 

can assume a key role in this program by 

ve in the initial selection and final screening 

facilitators. Since you know these students 

your observations and interactions , your recom-

e indispensible and critical to the selection 

hoices for peer group facilitator. Your nomi-

group facilitator would comprise one list. 

will also get a chance to make their list of 

g a questionnaire. These two lists will form 

list from which the final screening will take 

ction and screening of peer group facilitators 

e by a committee composed of representatives 

lty and student body. A minimum of two repre-

om each body may comprise the committee. The 

r representatives may choose the student repre-

ir the committee. If you are interested and 

i be a member of the committee, please let me 

nd of the meeting. 

ent Faculty Selection Committee should have two 

ito screen the nominees for peer group facilitator 

$osite list and to interview the potential peer 
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ators. Approximately fifteen peer group facil-

^ total population of 100, or about fifteen per 

targeted for the program. This will leave a 

ation of between seventy and eighty-five. The 

seventy, will be used in computing membership 

imental and control groups since this figure 

in for the chronically absent student. Using 

experimental and control groups would each have 

of thirty-five students. This means that 

he Program could have seven groups of five or 

six students minus one. These groups could be 

or seven pairs of co-leaders depending on the 

of facilitators who committed themselves to the 

ent Faculty Selection Committee will conduct a 

nterview for each nominee during which time 

questions can be used as a guideline: (l) 

ope to contribute to this Program; (2) what 

cs do you regard as most important for a 

rhat personal characteristic do you think might 

y of your being helpful; (4) what aspect of the 

>u like best? 

ection of about fifteen peer group facilitators 

, each peer group facilitator will be trained 

ttion, coping, and group leadership skills. 

take place twice a week for one hour each 
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lasses and will incorporate feedback sessions. 

<bup leadership and concerns about leading 

3 discussed. Training will last for eight 

sen sessions and peer group facilitators will 

or seven weeks or fourteen sessions. 

Group Facilitation Program will be offered in 

raining of peer group facilitators and facili-

jps. Each peer group facilitator can earn one 

h part, thus making a total of two earned 

ble. Peer group members will be able to earn 

the group experience alone. 

ur next meeting we will discuss peer group fa-

racteristics and I will ask for your nominations, 
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Second Luncheon Workshop 

Dn Meeting 

tfow that you have had several days to think 

r Group Facilitation Program, do you have any 

ons? Are there any faculty members who would 

teer for membership on the Student-Faculty 

rait tee. Good, thank you. 

lave brought the student nomination forms for 

The characteristics of peer group facili-

n other peer group facilitation programs (l, 2) 

the nomination form. As you read over these, 

lem in mind as you nominate students. A copy 

t roster is available so that you may have a 

ect students who may not immediately come to 

mum of two faculty votes is required for stu-

Dn to peer group facilitator. At the end of 

on, the nominations will be collected. 

If durin; 

will schedule 

time it appea 

ceived strong 

sentatives to 

5 the week you have additional nominees, we 

an informal meeting of the faculty. At this 

rs that there are three students who have re-

support. Let us vote on the student repre-

the Student Faculty Selection Committee. 

Now we h 

Selection Com 

ave the representatives of the Student Faculty 

nittee. Would a faculty representative please 
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mittee to mee 

student list 

Good. 

Thank yo 

7^ 

udents selected of the decision and ask for 

ant to the Committee? Is it agreeable to you 

these representatives is unable to serve on 

3 that the third student be contacted to serve 

ttee? Good. 

rrange for the Student Faculty Selection Com-

t next week with the faculty list and the 

of nominees to begin the selection process? 

u for your time 
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To: Teachers, Administration, and the Counselor 

PEER GROUP HELPING PROGRAM 

The name of the program: The Student Faculty Selection Com-

mittee had met on the previous day in response to a request 

from the students in Co-op classes to change the name of the 

program from Peer Group Facilitation to Peer Group Helping 

Program. The change was made in response to this request. 

What is _it? The Peer Group Helping Program presents an oppor-

tunity for peers to help each other. Ultimately the content 

of this program is designed to promote the emotional growth 

and individual responsibility of peer group members through 

the process of communication. It is hoped that students will 

develop more effective coping and decision-making skills, a 

more realistic view of self and others, more freedom to ex-

press feelings and more sensitivity to the needs of others. 

Peer group members can learn that their concerns and feel-

ings are often shared with others. 

Why use peer group help? Adolescents can have a positive 

influence on each other. That influence can effect changes 

in student behavior and outlook. Belonging to the group is 

critically important to adolescents; rejection by the group 

poses a serious threat to self-acceptance. Thus adolescents 

depend on friends for individual as well as group acceptance 

and are more open to give and receive help from their peer 

group members. Peer group leaders can offer support and 
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encouragement to peer group members through positive peer 

influence. 

Is peer group help effective? Peers have been helpful to 

each other in the following areast dating, sex, drugs, 

home conflicts, and relationships with friends. Peer help 

can be very effective in helping peers because peer help 

is an existing resource which is untapped and unrecognized• 

Peer help has and is being used in positive and negative 

ways, but it can be used to promote trust and a willingness 

to help others. In addition, peer group help can be used 

to expand the professional services to the total school 

population. Thus peer-led groups can free the counseling 

staff to cope with administrative and individual concerns 

that require professional expertise. 

Is pe er group help a substitute f or pr of e s s i ona1 couns eling? 

Peer group help is not a substitute for professional coun-

seling but can serve as a bridge to professional help when 

needed. Peer group helpers are trained to facilitate growth 

and responsibility of individuals through communication and 

coping skills. They are not trained to deal with the prob-

lems of personal integration, personality restructuring, or 

with problems of a critical nature such as suicide. Final 

legal and ethical responsibility rests with the professional 

counselor-advisor and the investigator. 

Why is peer helper training ne cessary? Training is neces-

sary in order that peer helpers learn to be more aware of 
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self and others and to facilitate better communications 

between peers. Part of becoming a peer group helper in-

volves learning about group process and using this process 

to promote group cohesion. Basic communication responses 

which are taught to peer group helpers are listening, clari-

fying, reflecting feelings, asking open-ended questions, 

becoming aware of non-verbal messages, constructive con-

frontation, and positive feedback. 

Who can learn these skills? Anyone can learn how to facili-

tate communication. However, choosing peer group leaders 

requires identification of peer group helper qualities. 

Qualities that have been used as guidelines in other studies 

(l) are listed below. 

Peer Group Helper Qualities: 

1. openness 

2. caring for others 

3. demonstrating acceptance for others 

ability to communicate thoughts and feelings 

5. sense of personal maturity and integrity 

6. sense of responsibility to self and others 

7. assertiveness not aggressiveness 
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YOUR PEER GROUP FACILITATOR NOMINATIONS 

Male 

1 . 

2 . 

3- . 

4 . 

5* . 

6 . . 

7. . 

8. 

9. 

10. 

Female 

1 . 

2. 

3. 

4 

5 

6 

7 

8 

9. 

10. 
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ent Faculty Selection Committee will conduct 

th all nominees during which time reasons for 
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explored. The final selection will be made 

tee and these peer group helpers will be con-

Committee members. Parental permission will 

rom all peer group helpers under eighteen years 

group helper training will begin in January 

nd for sixteen sessions, twice a week. 

e_ peer group helpers be trained? Peer group 

be trained in one hour sessions twice a week by 

nd the investigator. The peer group helpers 

ed into two groups: eight will be trained dur-

session and four will be trained in the 

sion. The training sessions will teach skills 

up helpers will need in leading groups such as: 

ing 



1. how to t a l k with s t u d e n t s about pe r sona l concerns 

and j feel ings 

2. how t o use r e f l e c t i v e l i s t e n i n g 

3. how po he lp s tuden t s develop problem-solv ing 

a b i l i t i e s 

4. how (bo lead small group d i s cus s ions 
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Introduction of the Peer Group Helping Program to Co-Op 

Classes 

I am going to tell you about the Peer Group Helping Pro-

gram that will be offered this spring at your school. It is 

a program where students learn to talk and listen better 

with each other. The program offers students an opportunity 

to learn how to be better helpers and how to lead small group 

discussions with fellow students. 

The program has two phases: the training of peer group 

helpers to lead small groups and the participation of peer 

group members in groups led by trained helpers. The train-

ing of the peer group helpers and the participation in the 

peer-led groups will take place here at school and will in-

volve two hours a week. This experience involves many dif-

ferent kinds of activities: talking, listening, some reading, 

and a few short written assignments. The training of peer 

group helpers will last for eight weeks and the experience 

leading groups will last for seven weeks. A student parti-

cipating in the program may earn one credit as a peer group 

helper in training and one credit as a peer group helper 

leading groups. Peer group members may earn one credit for 

the seven weeks. Earning credits is contingent on regular 

attendance: only one absence is allowed for each phase of 

the program. 

The first step in the program is the selection of the 

peer group helpers. Your faculty will have a chance to 
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make its recommendations for peer group helper. Now you 

have a chance to make your recommendations for peer group 

helper. I would like to explore with you the qualities 

you think would make a good peer group helper. Remember 

a peer group helper is leading small groups and is respon-

sible for helping each peer group member talk. 

Now that we have had a chance to explore these qual-

ities, it seems that these qualities are most important: 

a good listener, a person who cares, a person who does not 

judge, a person who has "his act together." With these 

qualities in mind, I would like you to think about the stu-

dents in your classes. Use the sheets you received to sug-

gest the people you think have these qualities. These 

students will become nominees on the Peer Group Helper 

Nominee List and this list will be combined with the faculty 

list to form one list. The Student Faculty Selection Com-

mittee, represented by two students and two faculty members, 

will screen and interview these nominees. 

All peer helpers will receive testing at the beginning 

of training and at the end of the experience leading groups. 

Peer group members and control group members will be chosen 

at random from a population sheet and will be tested at the 

beginning and the end of the group experience. 

Any further questions? Yes, the peer group helper 

nominees will be contacted after the Committee has made its 

selections, probably within the week. 

Thank you for your time. 
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Criteria for determining the pe er group helpers as designed 

"by the Student Faculty Sele oti on Commit tee 

Student Name 

No. of Different Contacts 
a Week 

IX 2X 3X 4X 5X 

1. How many different people do 

you listen to in a week? 

2. How often do you listen to 

people in a day's time? 

3. If you visit on the phone, 

how many times do you find 

yourself listening to others' 

concerns? 

4. How often do you find yourself 

giving advice? 

5. How many people did you talk 

with recently about your 

concerns? 

Criteria: minimum one time on two of the five items 
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Peer Group Helper Questionnaire 

This questionnaire is an attempt to find out the stu-

dents you would like to nominate for peer group helper. 

Under each question is a space to name students here at 

your school that you find easy to talk with and that you 

think would make good leaders. If you would like the Com-

mittee to consider you as a peer group helper, please write 

your name in number six. 

1. Who would you talk with about a problem getting along 

with coworkers at your job? or with your boss? 

2. Who would you ask to help you with a boyfriend or girl-

friend problem? 

3. Who would you speak with about a problem in your family? 

4. Who would you talk with about a sexual or pregnancy 

problem? 

5. Who would you talk with about a drug or alcohol problem, 

either your own or someone else's? 

6. If you would like to be considered for being a peer 

group helper please write your name in the space here and 

mark morning or afternoon co-op sessions. 

morning afternoon 
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Group Leadership Program 

Lesson 1: Topic—Developing Trust 

Complete two of the three following assignments: 

1. Write your reactions to what happened in the 

first group meeting. Be sure to include: 

a. What you valued the most and how you 

felt about it (what did you like best or 

find helpful?) 

b. What you wanted to change and why. 

2. Working with a person in this course, write a 

short description of that person and include 

what you like most about him/her. (Think 

back to our training session.) Then write 

down two ways you are like that person. 

Approximately 25 words.) 

3. Read pages 1-14 in Wh£ Am I Afraid to Tell 

You Who I Am by J. Powell. On page 9, 

". . . and I am different" is part of a re-

action to a difficult experience. Recall and 

write down one experience which made you dif-

ferent and how you felt about it. (Approxi-

mately 50 words.) 

Lesson 2: Topic—Getting to Know Others 

1. Choose a person at school that you don't 

know well and would like to know better^ and 
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l e a r n a s much a s you can about t h a t s t u d e n t . 

T e l l what happened . What d i d you l e a r n about 

t h a t person? How did you f e e l about t h a t 

expe r i ence and how would you change i t i f you 

were to do i t aga in? (Keep i t s h o r t . ) 
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G u i d e l i n e s f o r Diary Wr i t ing 

In your d i a r y , p l e a s e i n c l u d e the f o l l o w i n g t o p i c s : 

I . E i t h e r A or B 

A. Write something you l e a rned about y o u r s e l f 

or 

B. Something you a l r e a d y n o t i c e d and i t f e l t 

good to share i t 

I I . Wri te something you l e a r n e d about communication 

or working wi th people 

I I I . Was t h e r e any p a r t of t o d a y ' s s e s s i o n you f e l t 

was not h e l p f u l ? What was i t ? What would you 

change? 

IV. Wri te your r e a c t i o n to one o the r member in the 

group 

V. Write the d a t e f o r each e n t r y : f o r example, 

2/1/79 
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Presentation of the Peer Group Fac ill tat i on Program tjD 

Control Group Members 

The investigator and the English teacher agreed on the 

manner in which the English assignment would be presented 

to the control group members. The English teacher called 

each control group member to her desk and explained that 

this English assignment was composed of two parts: two 

vocabulary assignments and two testing sessions. She fur-

ther explained that extra credit could be earned by com-

pleting both parts of the assignment. 

The English teacher explained that the two testing 

sessions would take place in one week and at the end of 

May, and that each session would be followed by a vocabu-

lary lesson, consisting of about ten words taken from the 

test materials. The English teacher stressed that both 

parts had to be completed in order to earn credit and 

gain verbal commitment from each control group member. 
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Contract for Group Leadership Course 

Please read carefully. If all the items presented fit with 

your schedule and needs, please sign the space at the 

•bottom. Group leaders will receive one credit for 8 weeks 

of training in leadership and small group dynamics skills. 

The training requirements will consist of: 

GROUP TRAINING 

1 . Attendance: at a minimum of 15 of the 16 meetings 

which occur twice a week for one hour each and 

which last for 8 weeks . (Group will probably meet 

on Tuesday and Thursday at 9*00 and 12:30 during 

CO-OP.) 

2. Completion of 8 of the 10 study lessons, or one for 

each week. All lessons are due at the end of 8 

weeks. Lessons one and two are included as samples 

of the kind of activities that will be required. 

However, ideas for activities and assignments 

related to the topics are welcome and will be in-

corporated into the lessons as much as possible. 

Also, assignments that are repetitious or meaning-

less will be eliminated and/or edited. 

3. To ge t c r e d i t , a l l p a r t s of each s tudy l e s son must 

be completed. 

GROUP LEADERSHIP (During the next trimester) 

1. To sign up, you must be in attendance for the 



trime 

2. 

the 

expe 

a to 

"be 

will 

keep 

Pareili 

OH 

c our s 

ster beginning March 3 in order to co-lead 

groups you have been trained to lead. This 

ience will last for 8 weeks, twice a week for 

l|;al of l6 meetings. In addition, there will 

e hour per week of group supervision which 

replace all written assignments except the 

ng of the daily account or log of your group, 

tal permission is required to take this 

e. 

Your signature 
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Counselor/Supervisor 
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January 15> 1979 

Dear 

The Valley View Learning Center is developing a program 

for students in individual and group leadership skills. Par-

ticular areas stressed will be communications, decision-

making and coping with concerns. This program is composed 

of two parts: a course in training leaders for group leader-

ship and a follow-up course in leading groups. A faculty-

students committee has chosen "to be a 

group leader in our school. Each student group leader will 

assist in leading group discussions in their classes. 

We are recommending that all student leaders take a 

brief training course during school hours to teach them lead-

ership skills. They will receive course credit for this 

experience. 

If you have any questions feel free to contact Brice 

Jackson, Coordinator, Valley View Learning Center at 

243-7399. 

PERMISSION TO TAKE GROUP LEADERSHIP PROGRAM DURING THE SCHOOL 
DAY 

I would like my son/daughter 

to participate in the group leadership program. 

Parent Signature Relationship 

Date 

Brice Jackson 
Coordinator 
Valley View Learning Center 
2^4-3-7399 
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TRAINING SYLLABUS FOR PEER GROUP FACILITATION 

Session 1 

Objective: Getting Acquainted 5 minutes 

Part I: Introductions 

Step 1: The trainer shared perceptions about self and 

others. 

Step 2: The trainer gave feedback to the peer group 

facilitators and checked for accuracy of perceptions. 

Part 2: Loosening-up Exercises ^5 minutes total 

The trainer instructed each peer group facilitator to 

turn to the person next to him and introduce each other. 

They were instructed to learn about what school and non-

school activities that person liked, and to be prepared to 

introduce their partner to the group. 

Step 1: Getting to Know You 10 minutes 

The trainer instructed the peer group facilitators to 

take partners to a private corner and to take five minutes 

each to share personal information that they would like to 

share with the group. 

Step 2: Letting the Group Know You 10 minutes 

The trainer asked that the peer group facilitators 

return to the circle and that each partner introduce the 

other in turn. The trainer instructed them to share not 

only information but also feelings and impressions that each 

had of their partners. 
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Sharing 5 minutes 

er instructed the peer group facilitators to 

group how it felt to really look and listen 

While doing this activity, one person 
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Tor this writing. 
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3fining the Helping Relationship 

Attending Skills 10 minutes 

oducing Attend ing Skills 

ner shared some perceptions of the interactions 

d during the first session and asked for respon-

group facilitators. The trainer noted those 

who were giving eye contact, leaning forward, 

e speaker. The trainer explained that these 

attending behavior. The trainer continued 
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n asked the peer group facilitators which 

elt were listening and what gave them that 

he trainer encouraged discussion and used 

m to bring out aspects of attending behavior, 

ve positive feedback to those attending and 

stration of Attending Behavior Use 

Playing 20 minutes 

4-oup facilitator was picked by the trainer to 

ending behavior with the trainer. The trainer 

situation in which feelings of anger and 

re present. The peer group facilitator was 

repeat the content to the trainer. The peer 

tor and trainer then returned to the larger 

5 minutes 

review, the trainer asked the peer group 

what attending behaviors they saw in this 

The trainer re-emphasized the importance of 

rs by asking for reactions to people who were 

15 minutes 

group facilitators were asked to pair off and 

lecting content. The trainer instructed them 

f attending behaviors. 
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Step 3: 5 m l n u t e s 

After both partners had a chance to role play, the 

peer group facilitators returned to the large circle and 

were asked to share impressions and perceptions. 

Objective 2: Defining the Helping Relationship 

Part is Discussion of Helping Characteristics 10 minutes 

The trainer asked the group members to shar what 

characteristics they thought most helped people communi-

cate. After brainstorming with the group, the trainer 

placed the following questions on the board: 

1. Is it possible for a person not to need others? 

2. Is it really possible for one person to help 

another? 

3. What song or quote best illustrates what helping 

means to you? 

4. What are some problems of being a helping 

person? (2) 

These questions were discussed and the peer group 

facilitators were encouraged to share their thoughts and 

feelings with others. 

Part 2: Writing in the Log 10 minutes 

The following questions were given as guidelines to be 

used in the log writing for the day: 

1. What did you learn about yourself today? 

2. What did you learn about someone else in the 
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that you did not know before today? 

3. What do you consider to be the characteristic 

that you have to offer which would be most 

helpful to a peer group member and why? 

Session 3: Reflecting Content 

Objective: Active and Passive Listening 15 minutes 

Part 1: Introducing Active and Passive Listening 

The trainer spoke about active and passive listening 

and defined passive listening as communication using urn-urn1s 

along with other non-verbal reactions. Active listening was 

defined as reflecting the content of the message back to the 

person sharing a concern. 

Step 1: Getting Feedback 

The trainer asked each peer group facilitator in the 

circle to reflect the content of what had been said. 

Step 2: Checking the Feedback 

As each peer group facilitator reflected the content, 

the trainer asked other peer group members to verify the 

content. Thus the trainer used the content of the message 

as a vehicle for teaching the process of reflecting the con-

tent in active discussion. 

Part 2: Role-playing Reflecting Content 10 minutes 

A peer group facilitator and the trainer interacted in 

a role-playing situation in order to illustrate reflecting 

content. After the trainer had reflected what the peer group 
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facilitator said, the trainer asked for a response to the 

reflection. Then the roles were reversed. The peer group 

facilitator was encouraged to asked for feedback from the 

other peer group facilitators as to the accuracy of the 

respons e. 

Part 3: Role-playing in Dyads 15 minutes 

The peer group facilitators divided into dyads and 

role-played the reflection of content. After each inter-

action, the trainer encouraged them to check out the accu-

racy of their feedback. The trainer then brought them into 

the larger circle and asked for general feedback on this 

exercise. 

Part 4: Assignment 

The assignment was to reflect content with someone out-

side this session, either at home or in school. The trainer 

stressed checking for accuracy of their feedback. 

Part 5: Writing the Log 10 minutes 

The following questions were used as guidelines for the 

log entries: 

1. What new skill have you learned and who are you 

going to practice it with? 

2. Describe the feelings that you had when you finished 

the role-playing exercise. 

3. How do you think reflecting content will help you 

be a more effective helper? 
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ommunications Skills 

fleeting Feeling 

ducing Reflecting Feeling 45 minutes 

er asked one peer group facilitator to sum-

t session on reflection of content. Then 

at peer group facilitators had when doing 

ssignments were shared. The trainer summar-

sponses and reflected the content to the peer 

tor. It was revealed that a problem had 

she had attempted to reflect the content of 

with an alcoholic parent. The trainer re-

3er group facilitator's feelings about the 

nen the trainer used this example to draw a 

stween reflection of content and reflection 

The peer group facilitators were asked to note 

1 clues such as expression in the eyes, tremor 

The accuracy of feelings was checked and 

was used to help the peer group facilitator 

gh this experience. 

ing in the Log 10 minutes 

ner instructed the peer group facilitators to 

esponses to the following questions in their 

your feelings toward any peer group facili-

rs changed today? 

do you think made the difference? 
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3. What would you like to tell this peer group facil-

itator that you did not have a chance to say? 

ommunication Skills 

flection of Feelings 15 minutes 

the material from Myrick (l) , the trainer 

names of feelings and these were placed on 

e trainer explained that feelings have dif-

ies, pleasant and unpleasant, and placed these 

in their appropriate categories. The peer 

fctors discovered that all feelings are not 

Drize. They were also amazed at the number 

pmed. 

-playing Nonverbal Feelings 5 minutes 

of how to recognize what a person is feeling 

se of words was explored. The discussion ex-

rbal cues such as eyes, facial expressions, 

of voice, etc. The trainer asked two peer 

ators to summarize and reflect the content of 

on. Then a volunteer was asked to select a 

o act out that feeling. The other peer group 

[were to suggest what that feeling might be and 

r guess for accuracy with the peer group facil-

ral peer group facilitators took turns acting 

non-verbally (3)» 

ticing Reflecting Feelings 20 minutes 

ner and a peer group facilitator role-played 
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acting out a feeling non-verbally and checking out percep-

tions with the person acting this out. The roles were 

reversed. After each role-play, the peer group facili-

tators were asked for their perceptions of the feelings 

presented. Then the peer group facilitators were asked 

to work in dyads. The trainer observed the dyads working 

and made comments to help and encourage the students. 

Part Writing in the Log 1 0 minutes 

The following questions were presented to be used as 

guidelines for writing in the log: 

1. What did you learn today about reflecting feelings? 

2. Which do you think is more difficult, reflecting 

content or reflecting feelings and why? 

3. Who will you practice this skill with? 

4. What have you learned about yourself today? 

Session 6: Communication Skills 

Objective: Perceptions are the Observer's Reality 

Part 1: Film—Eye of the Beholder (6) ^0 minutes 

After the film, the trainer asked the peer group facil-

itators what impressed them most about the film. The dis-

cussion led to the conclusion that there is no absolute 

reality and that each reality depends on the person perceiv-

ing the reality. 

Part 2: Reading Assignment 5 minutes 

Copies of I Am Loveable and Capable (IALAC) (4) were 

given to the peer group facilitators to read. The trainer 
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to keep the following question in mind: 

is most important in the story? Why? 

ng in the Log 10 minutes 

did you learn about perceptions today? 

would you like to change about your rela-

ihips with others? What would you like to 

) 

would you like to change about yourself? 
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as discussed. 
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idea of giving feedback. The trainer then 

er group to reflect the content and feeling 

e responses were checked for accuracy. The 

asked the peer group facilitator for his 

Ing this time the feedback model was utilized 

by the group as a whole. 

Practicing Giving Feedback 

er encouraged the peer group facilitators to 

practicing giving feedback. The trainer ob-
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o? 
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eedback Continued 

Perceptions Impact Feedback 10 minutes 
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lib 

iwn perception. The trainer stressed that 

irt with your own perception it is difficult 

iomeone else may be perceiving. The example 

IALAC was used to illustrate this point, 

rther explained that giving feedback is a 

the other person get in touch with his own 

'riad 10 minutes 

Hier introduced a new model, the triad. In 

ere are three persons, the two who are inter-

11 be called A and B and the observer. The 

for two peer group facilitators to help 

w process. After persons A and B had role-

ting content and feeling and used the Feedback 

ainer modelled the role of the observer. All 

r group facilitators were asked to play the 

ticing the Triad Model (3) 20 minutes 

group facilitators were asked to divide into 

practice the triad model. After person A had 

nee, the positions were to be rotated so that 

ould have a chance at each of the positions, 

upervised each triad. 

ing in the Log 

s to be used as guidelines follow: 

feedback did you think was particularly 
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tive In your group and what was the situation? 

ight you have changed your feedback to make 

cbre effective. 
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Part 1: Role 
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ommunication Skills: Open-ended Questions 

.arifying the Difference Between Open-ended 

Questions 

playing Open and Closed Questions 

tier asked a peer group facilitator to review 

the feedback session. The peer group facili-

to practice working in triads again. When one 

fficult conflict to resolve, this group asked 

sir situation to the group as a whole. The 

ilitators were asked to give their feedback, 

process, a question about the difference be-

3 closed statements was asked. The situation 

3d using closed questions and then using open 

fie trainer asked the peer group facilitators 

oes they saw in these interactions. 

ticing Open-ended Questions 30 minutes 

ner asked the peer group facilitators to use 

el to practice open-ended questions. As the 

layed a situation of conflict, the trainer 

e interaction and helped the observers in 

After each person had had a turn at all three 

e groups were instructed to choose what they 

eir best open-ended questions and present these 

as a whole. After each situation was presented 
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and feedback was given, the entire group was encouraged to 

give feedback. The group agreed that open-ended questions 

were most effective. 

Part 3: Writing in the Log 1 0 minutes 

1. Give two reasons why open-ended questions are more 

effective than closed questions. 

2. Which do you find more difficult and why? 

3. What have you learned today? 

Session 10: Overview of Communications Skills 

Objective: Review Communication Skills Learned Thus Far 

Part: Summary 10 minutes 

The skills learned so far were placed on the board. 

The trainer asked if there were any comments in the logs 

which needed to be discussed because they had not been so 

far. After a short discussion, the trainer introduced 

Youth Helping Youth (3), a film on peer group facilitation. 

Part 2; Showing the Film, Youth 

Helping Youth (3) minutes 

The peer group facilitators were asked to make notes 

about areas of the film that needed clarification. Dis-

cussion of these areas was encouraged and served to review 

reflection of feeling, content, the feedback model, and 

open-ended questions. 

Part 3: Writing in the Log 10 minutes 

Questions to be used as guidelines in writing the log 

are as follows: 
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1. What did you learn today about peer group 

facilitati on? 

2. What did you learn about yourself? 

3. What kinds of questions are asked in the log— 

open or closed questions? How do you know? 

Session 11: Learning Group Dynamics 

Objective: Understanding How a Group Works 

Part 1: The Importance of Structure 20 minutes 

The trainer asks what has made this group work and en-

courages discussion of this topic. Responses were placed 

on the board: trusting others, caring about others, listen-

ing and reflecting others' communications, and asking 

questions to get more information. The trainer asked about 

the role of open-ended questions. A short review of open 

and closed questions was given. 

During this discussion one peer group facilitator 

remained silent and seemed preoccupied. The trainer used 

this situation to illustrate the effect of a silent or with-

drawn member on the group by asking what would make this 

group discussion more cohesive. Several peer group facili-

tators indicated that they had noticed the silent member and 

were wondering what they could do about this situation. The 

trainer encouraged the peer group facilitators to draw this 

member out. When using open-ended questions failed to do 

this, the trainer suggested that they think of another 

approach. The peer group facilitators tried reflecting 
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non-verbal cues. In this way the peer group 

ere able to draw out the silent member and to 

ess in doing so. They also learned which 

^o work best for that person. 

er stopped this interaction and asked a peer 

tor to summarize what had happened. After 

s clarified, the trainer suggested that the 

ilitators break into triads and that one per-

the silent member. 

-Play Helping the Silent Member 20 minutes 

group facilitators divided into triads and 

le silent members, each person taking a turn. 

:ave feedback and supervision of each triad, 

this exercise the trainer called the peer 

ators into the larger circle and asked the 

ilitators to share an experience they thought 

11. After this situation was role-played for 

rcle, the effectiveness of using feedback and 

estions was re-emphasized. 

ing in the Log 10 minutes 

owing questions were used as guidelines for 

is the value of open-ended questions for group 

raction? 

is the value of feedback for the persons 

-playing? 
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did you learn today about group structure? 

f^ules for Group Interaction 

iderstanding Group Dynamics 

turing Interactions 10 minutes 

er reviewed the content of the previous dis-

tficouraged further exploration on group dynam-

reral people began to talk at once, the trainer 

ation to illustrate the importance of estab-

ule that one person speaks at a time while the 

. The trainer used the Myrick movie (3) to 

group facilitators review the rules for group 

these were placed on the board. 

Dring a Topic 30 minutes 

group facilitator questioned how to keep the 

The trainer asked for three volunteers to 

ituation that was printed on a card. These 

ire passed out to all the peer group 

n 1: My boyfriend left me a note saying we 

P. 

n 2: My mother blamed me for the dirty floor 

y brother's fault as usual. 

n 3: Mat asked me to go to the party after 

him. 

ese volunteers role-played the first situation, 

ncouraged the other peer group facilitators to 
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give feedback to the group. The other peer group facili-

tators divided into triads and role-played these situations. 

Each time feedback was encouraged. After these were shared, 

the peer group facilitators were asked which questions and 

feedback statements helped the most. From this discussion, 

some questions emerged which became guidelines for exploring 

a topic: 

1. What happened? 

2. What did the person say? 

3. How was the person feeling? 

4. What did the person want to do? 

5. What did the person finally do? 

6. How did that person feel about the outcome? 

Part 3: Writing in the Log 10 minutes 

The following questions were used as guidelines for 

writing in the log: 

1. What did you learn about open-ended questions today? 

2. Which of the six questions we discussed is the 

hardest for you to remember? 

3. What did you learn about yourself today? 

Session 13' Communications—Questions and Statements 

Objective: When to Use Questions and When to Use Reflective 

Statements 

Part 1: Clarifying the Use of Questions and Statements 

A peer group facilitator stated that he had attempted 

to use questions and reflective statements at home and had 
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become very confused. The trainer asked the peer group 

facilitators to help this person, and several members 

shared their ideas. A role-play situation was used to help 

determine the best approach to the conflict situation in 

which the peer group facilitator who had the question played 

the person presenting the problem. During this role-play, 

other aspects of the conflict became clear and the situa-

tion was clarified. Peer group facilitators concluded that 

both techniques could be used in turn to facilitate 

interaction. 

Part 2: Giving Advice 20 minutes 

During this role-play situation, several peer group 

facilitators attempted to give advice. The trainer asked 

for a volunteer to role-play this part of the conflict again. 

Then other peer group facilitators were encouraged to prac-

tice open-ended statements. The volunteer was asked to give 

feedback to the first and second responses. The trainer 

helped them to label their first responses as advice giving 

and the second as reflecting feelings. These reactions were 

written on the board so that all the peer group facilitators 

could study them. 

Part 3: Writing in the Log 10 minutes 

The following questions were used as guidelines to the 

log writing: 

1. What effect did advice giving have on the 

interaction? 
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2. What have you learned about yourself today? 

3. What feedback would you like to give today that 

you have not done as yet? 

Session 1^: Communication—-Giving Advice/Exploring 

Alternatives 

Objective: Understanding the Effects of Advice-Giving on 

Group Dynamics 

Part 1: Review Giving Advice 20 minutes 

The trainer asked the peer group facilitators to share 

their responses to No. 1 in their log book. After several 

peer group facilitators responded, a review and discussion 

of advice giving and its effect on group interaction occurred 

The trainer asked for volunteers to role-play a situation 

using open-ended questions and closed questions. After the 

role-playing, feedback was given by the peer group 

facilitators. 

Part 2: Exploring Alternatives 20 minutes 

Using the situation presented in review of giving 

advice, the trainer illustrated how alternatives could be 

explored using open-ended questions and reflection of con-

tent and feeling. The trainer used the demonstration to 

show that open-ended questions were the key to further 

exploration of alternatives. 

Part 3: Writing in the Log 10 minutes 

Questions used for guidelines in the writing of the 

log: 
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roup of peer group f a c i l i t a t o r s . The t r a i n e r 
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did you like best about the group interactions? 

was most helpful to you? Least helpful to you? 

clo you feel about leading groups now? 

ILITATORS LEAD GROUPS 

up was led by two peer group facilitators and 

the trainer. Topic cards from Values Clarifi-

re provided for students who felt a need to use 

for group discussion. A twenty minute feedback 

iven after each morning and afternoon session 

group facilitators. During this time, group 

ere shared, conflicts and problems aired, and 

e ways of leading groups were explored. 
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